The purpose of the study was to compare self-leadership behaviors of Thai and U.S. elementary teachers using the Revised Self-Leadership Questionnaire. Findings indicated that Thai and U.S. elementary teachers had self-leadership behaviors at a high level. Significant differences in self-leadership behaviors were found for Thai teachers regarding two demographic variables, and for U.S. teachers regarding four variables. The study identified strengths related to the cultures of each group of teachers that were seen as potential benefits to the other group. These strengths provided the basis for recommendations related to professional development and teacher training.
Introduction
, and Hilty (2011) highlighted teachers' potential ability to influence others toward improved educational practice. Similarly, Andrews and Crowther (2002) discussed teacher leadership as a behavior intended to positively influence school success through deliberate improvement of pedagogy. Within this framework, teacher leadership can be formal or informal. The broad activities in which teacher leaders engage are many and varied (Lord & Miller, 2002; Silva, Gimbert, & Nolan, 2000) . A partial list would include serving as a coach or consultant to individual teachers, managing the curriculum, serving as department chair, developing curriculum or materials, mentoring new teachers, coordinating professional development, facilitating action research, managing the distribution of materials needed for teaching, and participating in decision making (Harris & Muijs, 2005) .
As these examples indicate, the teachers' self-leadership role can vary substantially from one location to another. One way to classify leadership work is to use a typology of leadership tasks that have been linked to improved student learning. Leadership development transforms individuals, teams, organizations, and society. (Center for Creative leader, 2019; Uchida, 2019) According to Leithwood and Riehl (2005) , leaders engage in three kinds of activities that promote achievement. The first is setting direction that includes, but is not limited to, establishing a shared vision and fostering the acceptance of group goals. The second is changing the organization by strengthening the culture, modifying organizational processes, and changing structures. Finally, leaders can develop leadership by offering intellectual stimulation and offering individual support. Teacher leaders may engage in any of these activities, but they often engage in the latter by helping their colleagues improve their practice. These practice-improvement roles are the focus of this analysis. Those who have studied teacher leaders as a support for practice improvement seem to agree that the effectiveness of the role will depend in part on a variety of environmental factors, although exactly which ones deserve further clarification (Lord & Miller, 2002; Smylie et al., 2002; York-Barr & Duke, 2004) . One way to conceptualize environments is to conduct a resource analysis, focusing primarily on financial or material, social, and human resources (Coleman, 1988; Gamoran, in today's organizations. Simply stated, self-leadership (Manz & Neck, 2004; Manz & Sims, 2001; Midlock, 2011) is a process through which people influence themselves to achieve the self-direction and self-motivation necessary to perform as leaders in the context of school responsibilities. Self-leadership strategies are often divided into three basic categories consisting of: 1) behavior-focused strategies, 2) natural reward strategies, and 3) constructive thought pattern strategies (Anderson & Prussia, 1997; Manz & Neck, 2004; Manz & Sims, 2001; Prussia, Anderson, & Manz, 1998) .
Behavior-focused strategies involve the self-regulation of behavior through the use of self-assessment, self-reward, and self-discipline (Manz, 1986; Manz & Neck, 2004; Manz & Sims, 1980) . These strategies are designed to foster positive desirable behaviors while discouraging ineffective behaviors. Behavior-focused strategies are particularly useful in managing behavior related to the accomplishment of necessary but unpleasant tasks.
Natural reward strategies involve seeking out work activities that are inherently enjoyable (Manz, 1986; Manz &Neck, 2004) . This set of strategies also includes the focusing of attention on the more pleasant or gratifying aspects of a given job or task rather than on the unpleasant or difficult aspects. Finally, constructive thought pattern strategies involve the creation and maintenance of functional patterns of habitual thinking (Manz & Neck, 2004; Neck & Manz, 1992; Neck, Stewart, & Manz, 1995) . Specific thought-oriented strategies include the evaluation and challenging of irrational beliefs and assumptions, mental imagery of successful future performance, and positive self-talk. Usually leadership is viewed as an outward process involving the influence of formally designated leaders on followers.
Self-leadership is a self-influencing process through which people achieve the self-direction and self-motivation necessary to perform. The concept of self-leadership first emerged in the mid-1980s as an expansion of self-management, which was rooted in clinical self-control theory and inspired by Kerr and Jemier's notion of "substitutes for leadership" (Manz & Neck, 2004) . Neck & Houghton (2006) stated that over the past two decades, the self-leadership concept has enjoyed considerable popularity, as evidenced by the large number of practitioner-oriented self-leadership books and articles on the subject. Moreover, self-leadership has earned the respect of many academics, as reflected by the large number of theoretical and empirical self-leadership journal publications, and by coverage in a growing number of management and leadership textbooks. In addition, Neck & Houghton (2006) pointed out that current trends in self-leadership research included intercultural/international issues, self-leadership contingency factors, executive health/fitness levels and shared leadership. Self-leadership has developed largely within the context of the culture of the USA, and the intercultural/international aspects of self-leadership have not been fully explored to date.
This cross-national research focused on the degree of expertise and potential benefits of self-leadership for elementary school teachers in Thailand and the United States according to the degree of self-leadership employed by elementary school teachers in both countries. Significant differences, if any, between the self-leadership of elementary teachers in Thailand and the United States were analyzed in terms of behavior-focused strategies, natural reward strategies, and constructive thought pattern strategies, and in terms of correlation between demographic variables and self-leadership behaviors of these two groups. The research proposed to provide new understanding of self-leadership behaviors of elementary school teachers in Thailand and the United States. Increased knowledge is fundamentally important as schools in both countries move toward increased school-based management and instruction. This is especially important in Thailand, where building self-leadership strengths of teachers has the potential to move the next phase of that country's educational reform movement forward more efficiently and expeditiously.
Purpose of the Research
In modern society self-leadership is increasingly important in contemporary educational and organizational management. Generation of this new body of knowledge is rooted in several related theories of self-influence including self-regulation, self-control, and self-management. Based on the first eleven years of the new century, education is increasingly becoming more internationalized, therefore this cross-national study proposed to provide new understanding of the influence of self-leadership strategies, the difference between the self-leadership strategies in terms of those three categories, and the level of relationship among selected demographic variables related to self-leadership strategies of elementary school teachers in Thailand and the United States.
Increased knowledge of the benchmarking of self-leadership strategies in Thailand and the United States is fundamentally important as schools in both countries move toward increased school-based management and instruction. Especially, building self-leadership strengths of teachers has the potential to move the next phase of the 
Research Hypotheses
In this study, it was estimated that: 1) both Thai and U.S. elementary teachers possessed a high degree of self-leadership behaviors, 2) there were significant differences in self-leadership behaviors of Thai and U.S. elementary teachers regarding selected demographic variables, 3) Thai and U.S. elementary teachers were different in terms of the degree of self-leadership behaviors, and 4) all selected variables had a statistically significant correlation with self-leadership behaviors.
Method
This study used survey research methodology. (Krejcie & Morgan, 1970) Teachers were selected using multi-stage random sampling. Participants included one teacher in each randomly selected school.
The research instrument was "The Revised Self-Leadership Questionnaire" (RSLQ) introduced in 2002 by Houghton and Neck (2002) . The dimensions of self-leadership were grouped under nine subscales and three self-leadership dimensions, including: 1) behavior-focused strategies (self-goal setting, self-reward, self-punishment, self-observation, and self-cueing), 2) natural reward strategies (focus thought on natural rewards), and 3) constructive thought strategies (visualizing successful performance, self-talk, and evaluating beliefs and assumptions). The questionnaire was translated from English to Thai language and validated for content accuracy by three research university experts in Educational Administration. The translated RSLQ was subsequently pre-tested for reliability with 30 respondents not included in the final sample. The total Cronbach's alpha coefficient of reliability (Revelle & Zinbarg, 2009) was .758 and .611, .798, and .628 for behavior-focused strategies, natural reward strategies, and constructive thought strategies respectively.
For data collection in Thailand the researcher sent a consent form to participants by post. After following up three times, 375 questionnaires were returned, accounting for 95% of distributed questionnaires. For the United States, following review of the research process by Washington State University's Office for Human Research Protections for Human Subjects Assurance, the researcher sent an e-mail to each participating teacher with the survey document attached. After the first e-mail was sent, a subsequent follow-up was conducted by means of either a direct call or e-mail. For this group a total 366 questionnaires were returned, accounting for 92% of the distributed e-questionnaires. The SPSS program was employed to analyze the collected data to obtain frequency, percentage, means, standard deviation, and t-test.
Results
Hypothesis 1: It was estimated that both Thai and U.S. elementary teachers possessed a high degree of self-leadership behaviors.
According to Table 1 , it was found that both Thai and U.S. elementary teachers possessed a high level of self-leadership behaviors in the level of overall, and in the level of dimension. That is in line with the stated hypothesis. The consideration of each subscale of each dimension for the Thai and U.S. elementary teachers found that, with one exception, every subscale was in the "high" level. Only the self-reward subscale of U.S. elementary teachers was "moderate extent" ( X = 3.01). It was noticed that the self-reward subscale of both Thai and U.S. elementary teachers were the lowest order. Results are presented in table 1 according to the following: any score that falls between 4.51-5.00 is term, Very High Extent (VHE), 3.51-4.50=High Extent (HE) 2.51-3.50=Moderate Extent (ME), 1.51-2.50=Low Extent (LE), and 0.00-1.50=Very Low Extent (VLE). Data indicated that in the case of Thai elementary teachers, significant differences in the self-leadership behaviors of teachers were found at the level of 0.05 based on years of experience and school location, which correlated with the proposed hypothesis. Tables 2 and 3 clarify behaviors of self-leadership according to years of experience and school location, respectively. The Fisher's Least Significant Difference (LSD) Test indicated participants who had 0-10 years experience had self-leadership behaviors higher than those with11-20 years, and participants who had more than 20 years' experience had self-leadership behaviors higher than those with 11-20 years. The Fisher's LSD Test indicated that participants who taught in suburban locations had self-leadership behaviors higher than rural participants.
In the case of U.S. elementary teachers, significant differences in the self-leadership behaviors of teachers were found at the level of 0.05 regarding to gender, age, school location, and instructional level, all of which correlate with the proposed hypothesis. Tables 4, 5 , 6, and 7 present findings regarding the differences in self-leadership behaviors of teachers in terms of gender, age, school location, and instructional level, respectively. The Fisher's LSD Test indicated that participants who taught in kindergarten had significantly lower self-leadership behaviors than grades 1-6, and participants who taught in grade 1 had significantly lower self-leadership behaviors than grade 2.
Hypothesis 3: It was estimated that there were statistically significant differences between Thai and U.S. elementary teachers in terms of their level of self-leadership behaviors.
ies Vol. 12, No. 7; As indicated in table 8, it was found that in the overall level, and also in the dimension level there were no significant differences. Therefore, the comparative analysis findings in the level of overall and dimension were not supportive of the hypothesis. However, when considering the level of subscale it was found that Thai participants had self-leadership behaviors higher than U.S. participants in relation to self-reward, self-observation, and visualizing successful performance. On the other hand, U.S. participants had self-leadership behaviors higher than Thai participants in relation to self-cueing, and self-talk. Hypothesis 4: It was estimated that selected demographic variables had a statistically significant correlation with self-leadership behaviors.
In the case of Thai elementary teachers, table 9 indicated that there were not statistically significant correlations between every selected demographic variable of teachers and their self-leadership behaviors. In the case of U.S. elementary teachers, it was found that there were correlations between 1) gender, and 2) geographical school region and self-leadership behaviors. 
Discussion

The Degree of Self-Leadership Behaviors of Thai and U.S. Elementary Teachers
According to the research findings, it was found that at the overall level, the degree of self-leadership behaviors of Thai and U.S. elementary teachers was at a high level. In the case of Thai elementary school teachers, it can be explained that at present the trends of globalization and information technology are so influential in Thai society that Thailand is turning from an affiliate-oriented society into an achievement-oriented society, focusing on an ies.ccsenet.org
International Education Studies Vol. 12, No. 7; industrial/modern/urban/democratic perspective (Sanrattana, 2010 Regarding U.S. elementary teachers, it can be explained that the United States is an achievement-oriented society that values respect for others, personal responsibility, freedom to express ideas, and creativity, with a goal toward successful achievement. In terms of administrative style, leaders and followers cooperate in the planning and distribution of work, integrating the concepts of capability, cooperation and assessment, decentralization, and the establishment of permanent working groups (Sanrattana, 2010) . These characteristics of the U.S. achievement-oriented society support the finding of a high level of self-leadership behaviors, which is a process through which people influence themselves to achieve the self-direction and self-motivation to behave and perform in desirable ways (Houghton & Neck, 2006) .
According to the research findings, it was found that Thai elementary teachers and U.S. elementary teachers were rated at the lowest level on the self-reward subscale. This may be explained by the effects of environment (Bronfenbrenner, 1986 cited in Sigelman & Shaffer, 1995 . More specifically, this concept states that from the past to the present, all countries in the world, including Thailand and U.S., have experienced economic depression, unemployment, and insufficient income. (Brezina, 2011) These problems were likely to cause the low level of self-reward as found for both Thai and U.S. elementary teachers, as compared to other variables.
To Compare Self-Leadership Behaviors of Thai and U.S. Elementary Teachers Regarding Gender, Age, Highest Degree, Years of Experience, School Location, School Size, Geographical School Regions, and Instructional Level
For Thai elementary teachers, it was found that there were significant differences at the 0.05 level based on two set variables; years of experience and school location. For years of experience, it was found that participants who had 0-10 years of experience and those who had more than 20 years of experience had higher self-leadership than those who had 11-20 years of experience. This can be explained by the idea that teachers with 0-11 years of experience have more motivation to work because it is the beginning phase of their career according to the Incentive Theory of Hatch (2006) . He stated that extrinsic motives such as environment, new experience, rewards, compliments, honors and acceptance all promote the motivation to work. However, he also stated that extrinsic motives do not sustain the motivated behaviors. When entering the high security phase of a career (11-20 years), the motivation for work as found earlier in 0-11 years is much more likely to decline. In contrast, when working more than 20 years or entering the 3rd phase of a career, the teachers had more self-leadership, compared to the 2nd phase (11-20 years of working) because the teachers in the 3rd phase have a stable job and family. Therefore, teachers entering the 3rd phase of working are likely to develop themselves for social acceptance and success (Lavoie, 2002) based on Maslow's Hierarchy of Needs Theory (Kenrick, Griskevicius, Neuberg, & Schaller, 2010) . As a result, older teachers, including those who are close to retirement, have a higher motivation for further accreditation training than younger teachers (Thai Ministry of Education, 2009).
In relation to school location, it was found that participants who teach in suburban schools had self-leadership behaviors higher than rural participants. It can be hypothesized that suburban teachers derive social values from an urban community more than rural teachers. They are more competitive and active. Nevertheless, it was interesting to find that urban elementary teachers do not have higher self-leadership than the elementary teachers in suburban and rural areas. Further studies are required to clarify why the rural elementary teachers and the suburban elementary teachers have higher self-leadership than the urban elementary teachers.
In the case of U.S. elementary teachers, it was revealed that there were significant differences between self-leadership and each of four variables (gender, age, school location, and instructional level) based on the hypothesis. Regarding gender, it was found that females expressed self-leadership behaviors higher than males. This finding was validated by Northhouse (2010) , who stated that women were somewhat more effective at leadership than men in education, government, and social service organizations. Correspondingly, Book (2000) , Helgesen (1990) , and Rosener (1995) indicated that women's leadership is more effective in contemporary society Vol. 12, No. 7; than men. Similarly, Eagly and Johnson (1990) found that women led in a more democratic, or participative, manner than men, reflecting a primary concept of self-leadership.
Regarding the age of the U.S. teachers, it was found that participants who were 51 and older had self-leadership behaviors higher than those who were 30 and younger. The reason was in line with the finding that Thai elementary teachers with more than 20 years of experience had more self-leadership behaviors than those with 11-20 years of experience. Similarly, U.S. elementary teachers of the same age as Thai elementary teachers had stable work and family, so they were determined to develop themselves for social acceptance and success in accordance with the Hierarchy of Needs Theory of Maslow (Kenric et al., 2010) .
For school location, it was found that, as was true for Thai teachers, U.S. participants who lived in suburban and rural areas had self-leadership behaviors higher than those who lived in urban areas. This was a somewhat unexpected finding because people living in cities typically have more active and competitive lifestyles than people living in the countryside (Sanrattana, 2010) and might be expected to have more self-leadership, too. Therefore, further research should be conducted to further study the phenomenon of self-leadership among teachers who work in different locations (urban, suburban and rural).
In terms of instructional levels, it was found that participants who taught in kindergarten had the lowest self-leadership behaviors of elementary teachers at all levels. Participants who taught in grade 2 had higher self-leadership behaviors than grade 1. It can be explained that kindergarten teachers, considered the lowest instructional level, had low self-leadership behaviors because they believed that their responsibility for their young students did not require much self-leadership behaviors. That was in line with the finding that teachers of grade 2 students had more self-leadership behaviors than teachers teaching grade 1 students, whose maturity and age are lower than grade 2 students.
Comparison of Self-Leadership Behaviors of Thai and U.S. Teachers
In comparing the self-leadership behaviors of Thai and U.S. elementary teachers, it was found that there were no significant differences as a whole and in each dimension of variables. This finding did not support the hypothesis. It can be explained in line with the earlier finding that the global awareness of self-leadership development, like educational reform, is influential in many countries. Thailand and the U.S. are both promoting educational reform. Another reason was that the variables and indicators used in this research were international and were guidelines for teacher development in both Thailand and the U.S. Ratchapat (2011) stated that factors of teacher leadership for Thai teacher development consisted of stimulating potential to have a vision for self-development, self-confidence, self-training, self-trust, and self-management. The data analysis was in line with the universal visions of many western scholars who have studied teacher leadership development (e.g. Zepeda, Mayers, & Benson, 2003; Beach, 2006; Reeves, 2006; Smith & Piele 2006; English, 2008; Robertson, 2008; Beerel, 2009; Davies, 2009; Chance, 2009; Macbeath & Demster, 2009; Kowalski, 2010; Leithwood, Harris, & Strauss, 2010; Northouse, 2010 Northouse, , 2012 Bryman, Collinson, Grint, Jackson, & Uhi-Bien, 2011; Hilty, 2011) Worldwide interest in these topics is further enhanced by the availability of information technology that is easily accessible from everywhere and supports the international sharing of research results and professional development models.
In regard to subscale, it was found that Thai participants had a higher level of self-leadership behaviors than U.S. participants in relation to self-reward, self-observation and visualizing successful performance. For self-reward, this finding can be explained based on cultural and sociological aspects. Thai people love fun and celebrations on any occasion. They enjoy going to parties to celebrate birthdays, new houses, ordinations, anniversaries, and job promotions. Celebrations in Thailand also extend to those of other nations (Wirachanipawan, 2004) . Additionally, Thai people are good consumers and tend to be fashion conscious. (Thai Wisdom Bank Project, 2006) Such social values were seen by Thai people as well as Thai teachers as "self-rewarding," rather than considering success related to work in this category. In contrast, U.S. people are serious about work, and they reward themselves when they succeed in their career (Sanrattana, 2010) . Given their definition of rewards, Thai elementary teachers had self-reward more often than U.S. elementary teachers.
In regard to self-observation, Thai participants had a higher level of self-leadership behaviors than U.S. participants due to the influence of Buddhist doctrines. Buddhist psychology and self-development in Thailand support personal development by the use of self-observation techniques, such as practicing meditation and enhancing consciousness and awareness (Silva, 1990; Srikhruedong, 2010) . In regards to visualizing successful performance, Thai participants had higher self-leadership behaviors than U.S. participants because Thailand has a policy for educational quality assurance based on the National Education Act 1999 Act (amended in 2002 . This educational quality assurance is conducted both internally and externally in order to develop all instructional levels, and is considered a part of Thai education administration. It is always conducted and reported for ies.ccsenet.org International Education Studies Vol. 12, No. 7; publication at least once every five years (Wattananikorn, 2011) . The present Thai education administration has used result-based management or RBM widely in schools (Sanrattana, 2010) . In short, according to the research finding, Thai elementary teachers had significantly more visualizing successful performance than U.S. elementary teachers.
In regard to the finding that U.S. participants had higher self-leadership behaviors than Thai participants in relation to self-cueing and self-talk, Sanrattana (2010) explained that U.S. people tend to focus on individualism, are serious about their careers, and are determined to develop themselves for a better future. These social values are reasons why U.S. elementary teachers have self-talk and self-cueing at a higher level than Thai elementary teachers. In comparison, Thai teachers are easygoing, enjoy life, and are fashion conscious. Therefore, they tend to focus on shorter rather than long-term goals, seldom use self-talk for self-improvement, and do not tend to plan for the future.
Correlation Between Selected Demographic Variables and Self-Leadership Behaviors of Thai and U.S. Elementary Teachers
According to the research findings, none of the selected demographic variables (gender, age, highest degree, years of experience, school size, school location, geographical school region, and instructional level) involving Thai elementary teachers indicated any significant correlation toward self-leadership behaviors. This is because all groups of Thai elementary teachers develop themselves using internal and external stimulation. In terms of geographical school regions, the U.S. has a variety of cultures and is a big country, so teachers living in different zones have different lifestyles, values and cultures. For example, teachers living in the North and those living in the South do not follow the same education policies. Each state has own set of educational policies. These differences affect the variant of geographical school regions.
Recommendations
1) All the education stakeholders should promote self-leadership of Thai and U.S. elementary teachers on a regular basis. This is because levels of self-leadership depend on many factors, including both internal and external factors. Without attention and surveillance for professional development, self-leadership can decline.
2) To develop self-leadership, Thai and U.S. teachers should pay more attention to self-reward because the findings revealed that self-reward was low, compared to the other variants. This is especially true for U.S. teachers, whose self-reward was only at an "average" level. Moreover, according to the findings, U.S. elementary teachers were found to have significantly lower self-reward than their Thai counterparts.
3) In the case of Thai elementary teacher development, teachers in rural locations and teachers who have 11-20 years of experience should be of special concern because the findings revealed that Thai elementary teachers in these groups have self-leadership significantly lower than other groups.
4) In the case of U.S. elementary teacher development, teachers who are male, teachers who are less than 30 years old, teachers who live in urban locations, and teachers who teach at the kindergarten level should be of particular concern because the findings revealed that U.S. elementary teachers in these groups had ies.ccsenet.org
International Education Studies Vol. 12, No. 7; significantly lower self-leadership than other groups.
5) Buddhist teachings about concentration and consciousness should be applied to U.S. teachers to develop self-observation as Thai teachers do. The process of "practicing meditation", for example, could be conducted with U.S. teachers to help them develop their self-observation skills.
6) The advantages of U.S. social values like dedication to work, critical thinking, rationality, planning, and individualism should be applied to Thai teachers to develop self-cueing and self-talking skills.
7) U.S. elementary teachers should employ intensive educational assessment as Thai teachers do to improve visualized successful performance. Data revealed that U.S. elementary teachers had visualized successful performance at a level lower than Thai teachers. Although the U.S. is an achievement-oriented society, Thai teachers have more visualized successful performance because the Thai education system emphasizes the use of intensive education assessment as well as result-based management.
8) Planning to develop self-leadership for Thai elementary teachers in the future can be conducted as a program that can be generalized because the research findings revealed that all the variants were found to have no significant correlation with self-leadership. On the other hand, research regarding U.S. elementary teachers needs to elaborate on gender and geographical school regions because the findings revealed that both of these variants indicated significant correlation with self-leadership.
